This paper uses a Critical Race Theory perspective to explain the everyday racisms -
Introduction
The underachievement and negative experience of schooling by Black students is complex, multi-faceted and continues to dominate their trajectory in the English education system. Statistical data published by the Department for Education (2017) continues to support the trend within policy discourse, of the educational attainment of Black children, being synonymous with underachievement. Anti-racist scholars have identified a number of factors that could explain this entrenched pattern of underachievement, such as Black students being culturally pathologised: referred to in terms of a deficit where underachievement is the result of external factors such as 'broken homes', low intelligence, anti-school sub-cultures, and Black boys in particular, possessing a proclivity for gang-related violence (see Alexander 1996; Bhattacharyya et al. 2003; Gillborn 1990; Mac and Ghaill 1988; Sewell 1997; Shain 2013 ). Research into other factors for underachievement has highlighted various acts of racism -direct and indirect -in the delivery of schooling through teachers' assumptions, assessments and behaviour management decisions (see Blair et al. 1998; Dei 1999; Gill, Mayor and Blair 1992; Gillborn 1995; Gillborn and Mirza 2000) .
These factors have a cumulative and devastating impact on Black students' experiences of self, and experience of schooling (see Osborne 2001; Graham and Robinson 2004; Blair 2001; Gosai 2009 ).
In this paper, I apply a racial microaggressions framework to ethnographic data obtained during Black History lessons, at a state-maintained school in the North of England. The racial microaggressions framework outlined by Huber and Solórzano (2015) White supremacy is used here to refer to "a political system, a particular power structure of formal or informal rule, socioeconomic privilege, and norms for the differential distribution of material wealth and opportunities, benefits and burdens, rights and duties" that privilege those who identify as White (Mills 1997, 3) .
Therefore, this paper offers a fresh insight into an 'old' problem of racism in schools and from a Critical Race Theory (CRT) perspective supports and extends the antiracist debate on the British education system ii being institutionally racist, by illustrating that everyday racisms in the classroom -microaggressions -do not occur in a politically unbiased vacuum (Grosvenor 1997) . Indeed, "schools play a key role in the production and reproduction of power and social inequality" and Black students continue to bear its brunt as this power and social inequality is also racialised (Graham and Robinson 2004, 655) . Thus, in order to understand racialised inequalities in education it is important to centre analysis on those the topic of Black History purports to represent -African and Caribbean students -in an effort to illuminate racist practices that legitimate their marginalisation.
This paper is divided into four parts; firstly, provide context to Black History in English schools through academic studies that have explored Black students' negative experiences; secondly, outlining the key changes to the History curriculum at KS3
under the Conservative-led Coalition government with the Liberal Democrats, (2010) (2011) (2012) (2013) (2014) (2015) , which centred on developing a History curriculum that reflects an ostensibly socially cohesive British identity and understanding of Fundamental British Values (FBV). Thirdly, I will expand on the purpose of Black History Month from its foundations in the US to its institutionalisation in English secondary schools. Lastly, I
explore the usefulness of utilising a CRT perspective to the racial microaggressions framework and, apply the racial microaggressions framework to ethnographic data at a state-maintained secondary school in the North of England. The findings shed light on how racial microaggressions directed towards students of African and Caribbean descent can be read through a wider institutional and ideological lens that legitimate these racist acts to occur in the classroom.
Academic studies on Black students' experiences studying history in English schools
Academic studies have been consistent in revealing Black students' negative experiences of studying History in England. In the UK, there is a lack of research about Black History in schools; though where researchers have explored this, the data is often small-scale, focuses on history more broadly or subsumes Black experiences under minority ethnic. For example, Siblon's research in Northamptonshire (2005) found that 74% of schools across primary and secondary sectors do not, or rarely (DfE, July 2015) . This is significant because a largely White teaching cohort are consciously or unconsciously contributing to the racial achievement gap through their teaching practices and, are unable to understand how this is possible (Taylor 2009, 9) . The reliance upon American Black history reflects a lack of professional development for teaching diverse British histories, a 'poverty of knowledge' about teaching Black children (Maylor, 2014) and an attempt to position "black and minority ethnic and religious communities at the margins of the nation rather than as an integral part of 'our island story '" (Alexander and Weekes-Bernard, 2017, 5 'positive aspects of change' rather than victimhood was important (2012, 22) .
Alienation and disconnection with History was a similar theme highlighted in Hawkey and Prior's research (2011) . In a study about perspectives of History amongst minority students, they found that Black students were dissatisfied with the disproportionate focus on slavery and that this was at odds with the history they were taught elsewhere. At present, Traille (2006) has specifically focused on AfricanCaribbean students and their mother's experiences of History and found that schools' focus on slavery was alienating Black children and conflating Black History with victimhood. The study also highlighted the paradox of teaching diversity: where teachers felt they were demonstrating 'inclusivity' and 'diversity', they interpreted this to mean having Black History in the first place, rarely considering the implications of the substantive content or the impact it had on Black students. The content however, lacked relevance to Black students and instead they wanted to see more positive recognition of their histories within the narrative of Britishness.
However, research shows that teachers often express a lack of time and resources for not exploring Black histories besides slavery and Civil Rights (Bracey 2016 Using CRT to theorise my analysis of racial microaggressions, I am guided by the following assumptions: firstly, racism, rather than being the conscious ignorance of a few fringe groups, is a normal and endemic feature of society (Delgado 1995) .
Therefore, racism constitutes the very structures and institutions that make up British society, intersecting other forms of subordination such as gender, sexuality and class discrimination (Brah and Phoenix 2004) . Secondly, the normalisation of racism in education continues to have a negative effect on the educational attainment and experience of Black students in English schools. Gillborn (1995) has shown that the promotion of seemingly value-free attributes of schooling including: equal opportunities, colour-blind policies and meritocracy, is fraught with racialised outcomes for ethnic minority students. Put simply, these attributes continue to entrench their marginalisation. Thirdly, interest convergence is the principle that the pursuit of equal opportunities for Black students will be permitted only so long as white interests can also be accommodated in some way from this pursuit. In education, a CRT perspective would argue schools' overreliance on slavery and Civil
Rights is evidence of interest convergence because the narrative can more heavily include White complicity in abolishing slavery and promoting equality, rather than White enrichment from enslavement. Lastly, the most effective way of exploring racialised inequalities and practices that entrench the marginalisation of Black students is by centring the analysis on those students. A CRT perspective recognises that privileging the analysis on Black students experiences of education is equally valid and should be equally included in 'race' research. The Key Stage 3 History curriculum represents the most explicit demonstration of a curriculum that privileges Whites: that is, its mono-cultural construction creates
British subjects who are White and therefore, makes the successes, achievements and conquests in history, White. Thus, Whiteness becomes the marker by which a British identity is judged and ostensibly equally shared. Osler (2009) suggests the traditional approach to teaching History portrays the British narrative as singular and unproblematic rather than multivocal and complex. Black History however, is placed outside this marker and thus, conceptualised in one of two ways:
1. In opposition to Whiteness: either to be compared to 'White' advancement (for example, studying Enlightenment in Europe and Britain with links to "key thinkers and scientists") or in conflict with 'White' history (for example, decolonisation);
2. Celebratory and congratulatory: an addendum to the broader Whiteness-as-usual context and narrative (as with the role of Black and Asian soldiers in both World Wars), to celebrate the end of racism (for example, around slavery and abolition) and the success of multiculturalism (Civil Rights in America) (Doharty 2015, 2) .
In the revised KS3 History curriculum, Black histories could, in theory, be explored at any point along its chronology as Fryer (1984) 
Black History: historical context and institutionalisation
This section will briefly outline the inception and institutionalisation of Black History Month (BHM) in the USA and UK exploring the following areas: its emergence, its intended purpose and relationship to the English National Curriculum. The section will end by explaining why the historical overview is important for understanding how BHM is approached today and some of the key problems with it. (Stone 1981; Warmington 2014; Doharty 2017) .
Black History Month in the United States
Schools have often engaged with Black History without assessing the substantive content; therefore they have often been accused of tokenism: a 'saris, samosas and steelpans' version of multiculturalism (Troyna 1984) . In light of this, what is less understood is how these narrow conceptualisations of Black History are grounded in wider anti-Blackness resulting in negative experiences by Black students, and the overall impact this has on teaching a History curriculum that is socially cohesive and accurately reflective of Britain's ethnically diverse past. I turn now to racial microaggressions from a CRT perspective to frame this understanding.
A Critical Race Theory approach to racial microaggressions
During the 1970s, Dr Chester M. Pierce, an African-American psychiatrist, developed the concept of subtle, stunning and repetitive forms of racism having both physiological and psychological effects on recipients of these acts: microaggressions.
His analysis of microaggressions became more nuanced during the 1980s where the concept was applied to the African-American experiences in psychiatry and the concept 'racial microaggressions' was created (Huber and Solórzano 2015) . Pierce homogenous, but manifest in many ways. This paper focuses on three racial microaggressions: micro-invalidation; micro-insults and micro-assaults.
Applying a Critical Race analysis to frame racial microaggressions, provides a theoretically informed understanding of racism in education and helps to illuminate racist practices that marginalise people of colour. In this paper, CRT centres racial microaggressions directed towards students of African and Caribbean descent and links these microaggressions to wider institutional and ideological processes which legitimate these acts to occur in the classroom. CRT provides the lens with which to explore how and why schools engage with Black History in particular parochial ways and who this benefits and, illuminate the ways in which Black students may experience History negatively. Critical Race Theory recognises racism encompasses many areas -visible and hidden -which makes its effects particularly perilous.
Occupying at least four dimensions, racism has "a micro and a macro component, British abolition and key (White) abolitionists. There were three History teachers:
Kevin, a White English male who was had been teaching at the school for a number of years, Joanna a White Scottish female who was relatively new to teaching and Anne, a trainee teacher who was Jewish and had Kevin as her mentor whilst on placement at the school. They all followed Kevin's lead as he was the primary history teacher and subject specialist.
My research in the school was guided by the following research questions:
1. What are the current institutional pedagogies for teaching BHM and BH in secondary schools? 2. How do pupils of African and Caribbean descent experience BHM and BH and Black History?
Applying the racial microaggressions framework
The racial microaggressions that follow have been broken down using Sue et al.'s taxonomy of microaggressions that take account of the varied nature of such interactions (2007). Sue et al. (2007) explain that microaggressions manifest in many forms, but the three I will focus on are micro-invalidation, micro-insult and microassault. I then draw the links between institutional racism and macro racism, theorising this analysis using CRT.
MICROAGGRESSION

According to Huber and Solórzano,
Microaggressions allow us to 'see' those tangible ways racism emerges in everyday interactions. At the same time, they have a purpose. For instance, whether conscious or not, microaggressions perpetuate a larger system of racism.
Microaggressions are the layered, cumulative and often subtle and unconscious forms of racism that target People of Color. They are the everyday reflections of larger racist structures and ideological beliefs that impact People of Color's lives (2015, 6).
Micro-invalidation
Micro-invalidations are characterised by "communications that exclude, negate, or nullify the psychological thoughts, feelings, or experiential reality of a person of color" (Sue et al. 2007, 274 
Micro-insults
A micro-insult is characterised by "communications that convey rudeness and insensitivity and demean a person's racial heritage or identity. Microinsults represent subtle snubs, frequently unknown to the perpetrator, but clearly convey a hidden insulting message to the recipient of color" (Sue et al. 2007, 274) .
Class 2 example -The lesson was based upon performing life on a plantation so that students could gain a fuller picture of life on a plantation and also, as Kevin explained, bring out the talents of other students who less able to express themselves academically.
Lesson task: A drama performance of Plantation Life They're asked to get into 6 (3 groups of 6) and assign themselves a role: 1) Plantation owner 2) Slaves (domestic and in the fields) 3) Overseerer
Kevin: "Think how you're going to portray life on a plantation. We're going to be dead sneaky at the end; we're gonna film it." Class: "Noooo sir!" Kaleem (Asian boy): "Can I film it?" Kevin: "No. Someone who knows how to film it, you can't cos you're in it!" Anne (trainee teacher) stops the class and says for students to research the following about slaves:
Punishment: -What were they punished for? -How were they punished?
Social Life: -Were they allowed to practice their African culture? -Did they have a social life? What was their work/life like? (Living conditions; families live together; do for leisure) Shona (BCG) walks in from another class elsewhere (music), she joins a group and Kevin approaches and says she's been assigned a "slave" role, "congratulations" he says, "you weren't here to fight your corner so all these got the good jobs" (he points to other group members).
Critical Race scholar, Patricia Williams's concept of 'spirit murder' is useful for analysing how this example reflects wider anti-Black racism (1987) . In this example, he snubs Shona because of her lateness by congratulating her for being assigned the 'slave' role, as she was not there to negotiate for better. I argue this interaction directed towards Shona, but also the wider focus by Anne, too, on the conditions of Black lives during enslavement, indicate a spirit murder for Black students in the class. A spirit murder is defined as a manifestation of racism -disregard shown to those whose quality of life depends on our regard -wherein "its product is a system of formalized distortions of thought. It produces social structures centered around fear and hate" (1987, 151) . However, his demeaning comments and Anne's focus on negative portrayals of Blackness are more than just teachers' misguided comments and approaches; they indicates the permanence -and ubiquity -of wider, anti-Black racism and the unchallenged freedom in which they can embody and reflect patterns of social power. Essed's (1991) concept of 'everyday racism' is useful as it includes recognition of the micro and the structural-ideological reproduction of racism, which is something I explore later.
Micro-assaults
A micro-assault is "an explicit racial derogation characterized primarily by a verbal or nonverbal attack meant to hurt the intended victim through name-calling, avoidant behavior, or purposeful discriminatory actions" (Sue et al. 2007, 274) .
(Class 1) example -The lesson covered performing a slave auction in order to cultivate empathy and social cohesion in the class; to appreciate the humanity of fellow human beings and to learn first hand, how enslaved Africans were traded.
Lesson task: selling slaves in an auction SS use small cards to read out who they are i.e. "Strong man", "Spent all my life in the village", 'Good worker", "Helped mother in a hut". Kevin made these resources after he felt the auction from other class, didn't go as well as students didn't know what to say about Black slaves CLASS ERUPTS WITH OFFERS This time, students who "bought" a slave, walk up to the front of the class to collect their property. Kevin asks: "what do you buy when you go shopping?" Class: "Clothes" "Food" "Shoes" Kevin: "How do you feel?" Class: "Good" "Excited" Class proceeds with another slave who may be 'more' or 'less' useful to the slave owner.
For the last slave, Kevin explains to the slave trader (auctioneer) that the last one would be in the worst condition like a "rag-end vegetable at a supermarket at the end of the day". Kevin asks slaves (students) how they felt David (BAB): "I FELT DEAD." Bushra (Asian girl): "Not a human." Keisha (dual heritage): "Not normal because you don't buy people." Nasir (Asian boy): "I felt that no one wanted me because I wasn't strong or human." Aaron (BCB): "I felt like my identity was stolen from me. Who you are and people have taken it away and made you someone else…that you don't want." Peter: "I felt used; they used me to make money." Students enquire whether they would see their families again and teacher explains very rarely or if they went to church and by happenstance, saw their relatives. Aaliyah (Asian girl): "Oh, that's nice then." Homework: Write an account of the auction OR draw a poster advertising the auction. Aaliyah (Asian girl): "The men who bought the slaves, were they all White?" Kevin: "Yes, no Black person owned a plantation" An Asian boy whispers "racism" Aaron (BCB) saying it twice: "Racist! Racist!" (Quietly…) Kevin: "Or they might be from Brazil in which case we'd say they had a very good suntan."
Aaliyah (Asian girl): "Were the slave owners male or female?" Kevin: "Property always belonged to the man." Class: "Why?" Kevin: "Because in those days, men owned property and women didn't." Aaron (BCB): "Sexist!" (calling out) Kevin: "Ok, ok, right, homework…"(he explains the homework again).
Blackness has been the negative counterweight to the positivity of Whiteness. The stereotype of Black people reflects White racial ideology of White superiority and Black inferiority -a product of White supremacy. Although the analysis is applied to the US context, I concur with critical legal/race scholar, Harris's analysis that
Blackness is central to White supremacy…Black people embody the nigger…a creature at the border of the human and the bestial, a being whose human form only calls attention to its subhuman nature. To be a nigger is to have no agency, no dignity, no individuality, and no moral worth; it is to be worthy of nothing but contempt…Blackness is the worst kind of non-Whiteness (Espinoza and Harris 2000, 443) .
In this example, which involved performing Black victimhood and White superiority, stereotypical traits of the downtrodden savage, keeps the image of the nigger alive A source of contempt mixed with anxiety, shame, and self-hatred for Blacks. The image of the nigger keeps individual racism alive, providing a powerful emotional engine for the institutions of White supremacy, from individual unconscious racism to notions of "merit" based on contrast with the nigger (Espinoza and Harris 2000, 443) .
In reinforcing the stereotype of the despised and pitiful Black slave, the example reveals the "close relationship between the stereotypes and the prevailing images of marginalized people" (Crenshaw 2009, 242) . Kevin uses his White racial knowledge of the Black other, to consciously or unconsciously, inform his choice of words for the slave auctions. They were based on stereotypes of the slaves' intellectual and physical characteristics and all humanity is removed from the "rag end" slave. This is evidenced by students' claims they did not feel human and lacked an identity. In using a slave trade re-enactment to convey White superiority and Black inferiority, Kevin is justifying pitying and resenting the Black image for not being valuable enough; for being the lowest form of humanity and for not being like Whites. Its positive counterweight, Whiteness, is stereotyped as aspirational because as Kevin explained, Whites owned people and property, and possessed the power to place a value on a person. He does not challenge this when Aaron (BCB) suggests this is the result of racism and sexism.
Although the image of Black people changes depending on the historical, political and cultural context, all three examples of racial microaggressions converge in demonstrating that a deficit-informed image of Black people is never far from the pseudo-scientific tropes of intellectual inferiority and physical superiority. Analysing these comments from a CRT perspective, not only are these comments dehumanising to students of African and Caribbean descent -during a unit ostensibly exploring 'their' history -but these microaggressions should not be treated as isolated incidents from a racist teacher; these manifestations of racial microaggressions are endemic rather than marginal and are legitimated by wider, institutional structures and processes that assume and entrench deficit ideas about Black people. It is to institutional racism that I now turn.
INSTITUTIONAL RACISM
According to Huber and Solórzano, "institutional racism can be understood as formal or informal structural mechanisms, such as policies and processes that systematically subordinate, marginalize, and exclude non-dominant groups and mediates their experiences with racial microaggressions" (2015, 7). Using their framework to understand how microaggressions dominate the experiences of African and Caribbean studying Black History, it is important to locate racial microaggressions within their wider context. These acts are not just isolated incidents, but reflect systemic racism.
The Key Stage 3 History curriculum has been characterised by Ball as 'cultural restorationism'-a curriculum based on traditional subjects, canonical knowledge and a celebration of all things English; a curriculum of facts, lists and eternal certainties" (2013, 19) . The non-statutory nature of Black History means that schools can choose whether or not to engage with diverse histories and from a CRT perspective, this is not without intention: the larger racist project characterised by the preservation and proliferation of White supremacy, supports Gillborn's assertion that,
The evidence suggests that, despite a rhetoric of standards for all, education policy in England is actively involved in the defence, legitimation and extension of white supremacy. The assumptions which feed, and are strengthened by, this regime are not overtly discriminatory but their effects are empirically verifiable and materially real in every meaningful sense. Shaped by long established cultural, economic and historical structures of racial domination, the continued promotion of policies and practices that are known to be racially divisive testifies to tacit intentionality in the system. The racist outcomes of contemporary policy may not be coldly calculated but they are far from accidental (2005, 499) .
White racial domination is preserved and proliferated through the curriculum.
Ladson-Billings suggests the curriculum is a "culturally specific artefact designed to maintain a White supremacist master script" (2009, 29) . This means that whilst the rhetoric is that all students should learn 'our' history, only White identities and cultures are prioritised as ethnic minority children are disinherited from Britain's past.
Therefore, racist sentiments are deeply embedded in the mean making structure of the Provide an appropriate and professional service to people because of their colour, culture or ethnic origin. It can be seen or detected in processes, attitudes and behaviour which amount to discrimination through unwitting prejudice, ignorance, thoughtlessness, and racist stereotyping, which disadvantage minority ethnic people (Para. 6.34).
Although elements of Black History were engaged with at this school, a school-wide decision meant that it would now be up to individual teachers to 'put something on' rather than in previous years when they had a Black History co-ordinator in charge of running events and programmes across school. Making Black History optional is itself evidence of anti-Blackness at a structural level because without structural guidance concerning its parameters, its purpose or its impact, this effectively legitimates teachers' decision-making about whether Black History is significant enough to be engaged with. Ultimately, the institutional pedagogies for teaching Black History at the school was interest convergent: elements of it were engaged with so long as Whiteness could dominate its scope and direction. This shifted Black
History's focus to Britain's involvement in the abolition of slavery. The findings of racial microaggressions also shed light upon the paradox of individual racism; namely that it is a fallacy to assume that Kevin is just a 'bad apple' in a non-racist system. As
Essed explains, this view
Places the individual outside of the institutional, thereby severing rules, regulations, and procedures from the people who make and enact them, as if it concerned qualitatively different racism rather than different positions and relations through which racism operates (1991, 36) .
Individual racism can only occur as an expression or activation of group power, according to Essed (1991) and therefore, Kevin is actively complicit in upholding the structures of a racist education system, reproducing it through racist practices. An example of upholding the structures of a racist system is the structural privileging of 
MACROAGGRESSION
According to Huber and Solórzano, macroaggressions are defined as "the set of beliefs and/or ideologies that justify actual or potential social arrangements that legitimate the interests and/or positions of a dominant group over non-dominant groups, that in turn lead to related structures and acts of subordination" (2015, 7).
Using their framework to understand the taken-for-granted assumptions about Black people, exploring macroaggressions is a useful tool in exposing how wider deficit understandings about Black people inform institutional and classroom racisms.
Deficit understandings, or cultural pathologising the Black body is the foundation of Western epistemological knowledge about the 'Other' (Mills 1997; Tsri 2016) .
Therefore is it important to understand how ideology dominates wider understandings of 'Blackness' in order to understand why Black histories are often defaulted to a focus on slavery and Civil Rights. It is also important to explore wider understandings of Whiteness and thus, why White histories, cultures and identities are privileged in the KS3 History curriculum.
On privileging Whiteness, David Cameron stated that
We must never forget that Britain is a great country with a history we can be truly proud of. Our culture, language and inventiveness has shaped the modern world, and ensures we are still a significant player on the world stage. We need to bring our country together, and that means moving away from the wrong-headed doctrine of state multiculturalism (Conservative Home, July 2009).
These sets of beliefs reflect the ideology of White supremacy and justify a celebratory look back to Britain's empire and achievements as coloniser, and then linking visible minorities with loss. Black History provides the counter-weight to the Whiteness-asnormal history, where "White is everything that Black is not" (Maylor 2014, 53) and, subsequently, can be used to project White anxieties about Blackness, forever
relegating Black people to a victim, savage, or primitive status on one hand; or using as a tool for antiracism to show the progress that has been made in "race relations".
Black History in this case study has been shown to have a functionalist role in a way that 'normal' (White) History does not. In the latter, White History can be told because of its historical significance, to "help pupils gains a coherent knowledge and understanding of Britain's past" (DfE 2013). Contrastingly, Black History is racialised and annexed onto History for one month or a separate unit rather than being integrated, and inflicted with the problems of allowing Whiteness to dominate the scope and direction of the histories of Black peoples. Black History has an important 'stabilizing role' within the established Whiteness-as-usual curriculum (Bell 1992) .
Its functionalist purpose is to counterbalance Whiteness: to be the inferior counterweight to Whiteness's superior status. From a CRT perspective, racism becomes normalised and taken-for-granted in this way and racist beliefs help to support and legitimate racist practices in classrooms.
Conclusion
This paper has demonstrated the usefulness of a racial microaggressions framework to 'everyday racism' directed towards students of African and Caribbean descent that contributes to their negative experiences of studying Black History (Essed 1991) . (Duncan 2002, 137) .
What is less understood in antiracist scholarship about Black experiences of schooling is the direct and indirect ways in which racism manifests and how those who bear its brunt experience this. Parekh's warning is still accurate in English classrooms today, Not surprisingly many black children tend to underachieve, rarely feel relaxed in school, lack trust in their teachers and go through the school with a cartload of frustrations and resentment. When constantly fed on an ethnocentric curriculum that presents their communities and cultures in a highly biased and unflattering manner, black children can hardly avoid developing a deep sense of inferiority and worthlessness…The black child raised on a mono-cultural diet in an English school experiences profound self-alienation (1986, 25) .
Where research previously showed Black students' experiences of studying History was negative due to the excessive over-reliance on tokenism and victim-hood, what was missing was linking pedagogical approaches to Black History, to wider institutional and macro influences that view the Black 'Other' as deficient. Therefore, the racial microaggressions framework gave rise to these wider sensitivities and broadens the lens with which racism is typically understood by acknowledging unconscious/conscious, structural and ideological dimensions. No meaningful change to the experiences of Black children in English schools can be achieved where the definition of racism is so restricted to solely individual 'bad apples'.
The consequence of reducing Black History to a non-statutory place on the KS3
History curriculum is that schools may only engage with elements of it where teachers find areas of converging interests, such as Britain's role in abolishing slavery. As a result, Whiteness, the foundation of institutions, has the power to dominate Black History's scope and direction or not engage at all. The Whiteness-as-normal construction of Britain's past could explain the disturbing poll conducted by YouGov showing that 44% of British people were proud of Britain's history of colonialism (The Independent 2016). This trend is arguably set to increase with the revised KS3
History curriculum being a source of pride about Britain's Empire and Black students continue to question their 'fit' in schools and wider society.
i Most schools in England referred to as 'state schools' follow the National Curriculum, which has content organised and set centrally. The National Curriculum is broken down into Key Stages according to children's age. Key Stage 3 spans children aged 11-13 years old.
ii This paper focuses on the English education system, but earlier academic studies though located in England, referred to the British education system.
iii The Key Stage 3 National Curriculum is taught to students aged 11-13 years old, but spread over two years: Year 7 (11-12 years) and Year 8 (12-13 years).
iv The data used in this paper are drawn from Limehart Secondary School as part of a doctoral thesis (school and names are pseudonyms).
